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ABSTRACT. Writing plays a significant role in language learning. Previous research has 
reported on the effectiveness of several approaches to develop writing skills to enhance 
writing competence, but little attention has been given to the paragraph writing of ele-
mentary students. The present qualitative action research study used artifacts, teacher’s 
journals, learner’s journals, and a focus group interview to collect data on the way the 
process-genre approach assisted fourth-grade EFL learners in writing well-structured nar-
rative paragraphs. Data were analyzed using the grounded theory approach, showing that 
most of the participants managed to write well-structured paragraphs in which they de-
veloped only one idea and supported it without deviating from the subject. Learners also 
became aware of the role of the audience and the features of the narrative writing genre. 
The findings of the study lend support to the notion that the process-genre approach is 
an effective way for young learners to achieve the expected goal; hence, it could be more 
widely adopted in writing courses at the elementary school level.
Keywords: Writing; paragraph writing; process-genre approach.
RESUMEN. La escritura juega un papel crucial en el aprendizaje de idiomas. Estudios 
previos han descubierto la efectividad que diversos enfoques tienen en el desarrollo de 
habilidades de escritura con el fin de optimizar la competencia escrita de los estudiantes; 
sin embargo, se le ha dado poca importancia a la escritura de párrafos en estudiantes 
de primaria. El presente estudio de investigación-acción se valió de artefactos, diario del 
docente, diario de los estudiantes y entrevista grupal para recolectar datos acerca de la 
manera en la que el enfoque de proceso y género ayudó a estudiantes de inglés como 
lengua extranjera en cuarto grado de primaria a escribir párrafos narrativos bien estruc-
turados. Los datos fueron analizados a la luz de la teoría fundamentada, y revelaron que 
la mayoría de los participantes logró escribir párrafos narrativos bien estructurados en 
los que desarrollaron solo una idea principal sin desviarse del tema. Estos participantes, 
además, lograron concientizarse sobre el rol de la audiencia (los lectores) y las carac-
terísticas del género narrativo de escritura. Todo esto justifica la noción de que el enfoque 
de proceso y género es un método efectivo para que los estudiantes de primaria alcancen 
el objetivo mencionado por lo cual podría ser adoptado por escuelas de primaria en sus 
cursos de escritura.
Palabras claves: escritura; escritura de párrafos; enfoque de proceso y género.
RESUMO. A escrita tem um papel significativo na aprendizagem de um idioma. Pesquisas 
anteriores mostraram a efetividade de diversas abordagens para desenvolver habilidades 
de redação para aperfeiçoar a competência escrita, mas pouca atenção é dada à redação 
de parágrafos de estudantes do ensino fundamental. O presente estudo de pesquisa de 
ação qualitativa usou recursos – registros de professores, diários de alunos e um grupo 
de referência – para coletar dados sobre a maneira em que a abordagem processo-gênero 
ajudou os estudantes de ESL do 4º ano a escrever parágrafos narrativos bem estruturados. 
Os dados foram analisados utilizado a teoria fundamentada e mostram que a maioria dos 
participantes conseguiu escrever parágrafos bem estruturados nos quais desenvolveram 
uma única ideia e a sustentaram sem desviar do assunto. Os estudantes também se de-
ram conta do papel do público e das características da redação do gênero narrativo. As 
descobertas do estudo corroboram a noção de que a abordagem processo-gênero é uma 
maneira efetiva para que jovens estudantes alcancem o objetivo esperado, então, poderia 
ser mais vastamente adotada em cursos de redação em escolas de nível fundamental.
Palavras-chave: abordagem processo-gênero; escrita de parágrafo; redação.
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Introduction
Writing is a communicative process, one of the four language skills 
along with reading, listening and speaking (Hinkel, 2006). Furthermore, 
it is classified as one of the “productive skills” that lead to language 
production because it is one of “the processes involved in creating and 
expressing meaning” (Richards & Schmidt, 2002, p. 292). Writing as a 
process implies several stages; more specifically, it is “viewed as the 
result of complex processes of planning, drafting, reviewing and revis-
ing” (Richards & Schmidt, 2002, p. 592). Thus, it is a skill that demands 
attention to the steps connected to communicative purposes.
Writing can be considered communicatively by means of the pro-
cess-genre approach (Badger & White, 2000). On the one hand, the pro-
cess approach is commonly known as the view that focuses on the 
writer’s potential skills to perform writing. Tribble (1996) defined this 
process as “a cycle of writing activities which move learners from the 
generation of ideas and the collection of data to the ‘publication’ of a 
finished text” (p. 37); this approach is designed to bring about writing 
skills in learners and to strengthen them. On the other hand, genre 
approach focuses on the reader or the audience to which the text is 
addressed. It means the writer must select several features (e.g., vo-
cabulary, functions, discourse, style, etc.) and consider who the reader 
is (e.g., friends, parents, professionals, etc.). In other words, the writer 
must interact with the reader by setting a purpose to the writing and 
making it understandable. It is a social activity in which both parties 
(writer-reader) communicate through the channel of a text. The pro-
cess-genre approach incorporates the salient points of the mentioned 
approaches and thus accounts for writing as a communicative process. 
This approach was chosen as the strategy to tackle the task of learning 
to write paragraphs—the core of this study—in the context of fourth-
grade EFL learners at a private school in Chía, Colombia.
Previous studies on writing have examined the effect of process 
and genre approaches on the improvement of the writing competence 
both in young and adult learners. Process approach has been stud-
ied as to the benefits it brings to writing. Firstly, this approach helped 
participants to develop and use planning and organization strategies 
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throughout the stages of the process, which fostered their writing skills 
(Badiaa, 2016; Bueno Hernández, 2016; Gashout, 2014; Susser, 1994). 
Secondly, the use of this approach was shown to afford students the 
opportunity of interacting with different aspects of writing, such as 
generating and discovering ideas collaboratively, exposing them to 
different views, and giving and receiving immediate feedback on lan-
guage to make writing more accurate and appropriate (Fernández Do-
bao, 2012; Rodríguez Espinosa, 2014; Storch, 2005, 2011; Yate González, 
Saenz, Bermeo, & Castañeda Cháves, 2013). Finally, the process ap-
proach helped participants to improve their writing continuously by 
evaluating them several times and developing, at the same time, think-
ing strategies such as noticing and explaining when identifying mis-
takes (Alodwan & Ibnian, 2014; Bayat, 2014; Díaz Galvis, 2010). This 
approach, however, shows a limited view of different kinds of texts and 
their characteristics, leading therefore to little awareness of the variety 
of writing styles and little or no communicative purpose related to au-
dience (Horowitz, 1986; Porto, 2001).
Regarding the genre approach, some significant studies have 
been carried out for several purposes, as cited herein. These studies 
implemented genre-based pedagogy using specific written genres as 
the basis of the teaching plan for their population. The researchers 
concluded that genre approach can be an effective way of teaching 
writing to students, for it clearly helped them to organize their writ-
ing with a sense of audience (i.e. awareness of who the reader is) and 
understand the nature of a text and the ways genres interact to fulfill 
social purposes (Dirgeyasa, 2016; Elshirbini, 2013; Hyland, 2003, 2007; 
Yang, 2016). It also helped participants enhance their writing abilities 
in content, organization, vocabulary, and language use within specif-
ic contexts and for different purposes (Ahn, 2012; Chen & Su, 2012; 
Firkins, Forey, & Sengupta, 2007). Finally, this genre pedagogy provid-
ed participants with useful models for both organizing and assessing 
their writings (Lee, 2012; Setyowati & Widiati, 2014). It is clear the pos-
itive effect that genre approach has on the teaching and learning of 
writing; however, this approach presents a limitation in regards to the 
practice of varied writing strategies within a process for they basically 
follow models and become aware of their characteristics to be repli-
cated (Elshirbini, 2013). 
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Finally, some studies related to the process-genre approach and to 
the development of writing skills were conducted for several purposes 
as cited herein. This approach helped participants to develop strategies 
throughout the stages of the writing process connected to a purpose 
and audience, and offered them the opportunity to follow some writ-
ing steps to analyze the text models as a guide for their own writing 
and to write for a real communicative purpose (Garnica Olaya & Tor-
res Burbano, 2015; Rusinovci, 2015; Voon Foo, 2007). The participants 
also improved clarity of ideas, essay structure, and features of specific 
genres such as descriptive texts, among others; for they had to inte-
grate language, context knowledge and the writing process addressed 
to a purpose, audience and social context (Babalola, 2012; Tuyen, Os-
man, Dan, & Ahmad, 2016). In this sense, participants developed the 
skill to convey their ideas, especially to support the communicative 
purpose of the writing task (Handayani & Siregar, 2013). Participants 
played the role of planners, builders and reviewers of their own writ-
ings, having the features of genre as a constant reference to comply 
with their roles successfully (Cuesta & Rincón, 2010). Participants, fi-
nally, were greatly exposed to several language inputs which gave them 
wider understanding about writing genres within communicative con-
texts (Chang & Szanajda, 2016). The aforementioned studies support 
the present research, showing that process and genre approaches do 
enhance learners’ writing competence related to genre and audience 
awareness and that they promote their writing skills.
In this sense, the present study intended to implement the pro-
cess-genre approach with fourth-grade learners to identify its effect 
in their learning of paragraph writing. Even though the previously 
mentioned studies showed the implementation of process and genre 
approaches in different contexts, a search of the literature found no 
studies that referred specifically to the process-genre approach used 
with fourth-grade learners focused on writing well-structured nar-
rative paragraphs. Accordingly, the present study’s objective was “to 
identify what happens to paragraph writing and participants’ writing 
skills when the process-genre approach is used with fourth-grade EFL 
learners,” and the corresponding research question was “How does the 
use of process-genre approach help fourth-grade EFL learners write 
well-structured paragraphs?”.
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Method
This study was designed under parameters of qualitative action re-
search (Greenwood, 1999, p. 32) carried out by means of four specific 
and flexible steps: planning, action, observation, and reflection (Burns, 
2010). It was conducted at a bilingual private school in Chía, Colom-
bia, with a group of 13 fourth-grade learners: seven boys and six girls. 
Their ages ranged between 9 and 10 years old. Since they were kids, the 
present study followed the ethical considerations required to inform 
the direct and indirect participants (i.e., learners and their parents, 
respectively) about its nature, process, intention and objectives. For 
this reason, two consent letters were sent to call upon voluntary and 
conscious participation. Firstly, one letter was addressed to the school 
principal in order to let them know about the main aspects of the study 
and to obtain official permission. Secondly, one letter was addressed 
to the learners’ parents in order to inform them about the study and 
obtain their consent to let their children participate. 
These learners were in the transition from A1 to A2 according to 
the CEFR (Council of Europe, 2001); however, their receptive skills (lis-
tening and reading) were much more developed than their productive 
ones (speaking and writing), as they had been exposed to intensive in-
put in English language since preschool but had not been required to 
produce this language as intensively. With regard to English language 
lessons for the primary levels—that is, students from second to fifth 
grade—, the school has established nine 40-minute lessons per week, 
distributed as follows: Language (5 lessons), Reading and Writing (2 
lessons), Oral English (1 lesson), and Phonics (1 lesson). Apart from this, 
primary students are exposed to content subjects, since the school of-
fers Science and Math in English.
Related to writing, the participants use literal translation as the 
main strategy to produce written language. This is the method they 
have at hand, and they find it easy to follow. Consequently, these learn-
ers commonly experience L1 interference as the basis of their lexical 
choice and sentence structure in the L2 writing (O’Malley & Chamot, 
1990). Apart from this, the organization of ideas is not clearly evi-
denced in their writings; they normally write what comes to their mind 
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without a specific order. For this reason, these learners needed to be 
exposed to a new set of strategies to work on paragraph writing devel-
oping only one idea without deviating from the topic and organizing 
the information coherently.
The strategy selected to address the problem was the process-genre 
approach, for it deals with the learning of writing as a communicative 
process. This approach, proposed by Badger and White (2000), high-
lights the aims of process and genre approaches to writing. Process ap-
proach focuses on linguistic skills, such as in the stages of prewriting, 
composing, revising/editing and publishing (Tribble, 1996). As for genre 
approach, writing is a linguistic product influenced by a context and 
purpose and follows three stages, in which “first, a model of a particu-
lar genre is introduced and analyzed. Learners then carry out exercis-
es which manipulate relevant language forms and, finally, produce a 
short text” (Badger & White, 2000, p. 156). Genre approach sheds light 
in this study by stating that linguistic features are not relevant per se 
within a text; instead, they are informed for a social purpose. In oth-
er words, “genre theory seeks to understand the ways individuals use 
language to orient to and interpret particular communicative situa-
tions” (Hyland, 2003, p. 22). Given the features of these approaches, the 
intention of Badger and White (2000) was to propose their unification 
under the term process-genre, which “sees writing as a series of stages 
leading from a particular situation to a text, with the teachers facili-
tating learners’ progress by enabling appropriate input of knowledge 
and skills” (Badger & White, 2000, p. 160). Hence, the process-genre ap-
proach tackles the learning of writing considering the context and the 
process required to write effectively. Concretely, participants used this 
approach to write a 150-word narrative paragraph about a personal 
experience. Never had they been encouraged to use such approach, nor 
been asked to write a structured paragraph (topic sentence, supporting 
ideas and concluding sentence). 
The lesson plans in the pedagogical implementation were carried 
out following established stages—specifically, warm-up, presentation, 
guided and free practice, self-assessment, and self-reflection. These 
lesson plans promoted interaction patterns based on learner-centered 
pedagogy and collaborative work. The classroom was organized in 
three small groups where learners were randomly placed every week; 
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for these reasons, the interaction patterns were often referred to as Ss 
– Ss / S – Ss (i.e., group work and from individual to group work, respec-
tively) and the group work or group sharing normally took place among 
the students within a small group. 
Each session was carried out during several lessons at the school 
where the study/implementation took place. Each session had a cor-
responding workshop designed as a whole unit which had common 
characteristics such as name/topic of the session; general and specif-
ic objectives; an image synthesizing the topic; written instructions for 
each activity, which learners in each group had to read and follow; a 
self-assessment worksheet with “I can” statements and examples to be 
given; and the learner’s journal related to the corresponding session 
and, ultimately, to the course in general (the implementation). Learn-
ers became familiar with the workshops and worked on them as a 
learning routine, moving from individual to pair or group work, helping 
each other when necessary and sharing and comparing their work to 
achieve the goal of every task.
The pedagogical implementation of the present study consisted of 
six sessions of four hours each and an introductory session, as illus-
trated in Table 1. 
Table 1. Implementation stages
General Aim: By the end of the course, learners will have written a 150-
word narrative paragraph including topic sentence, three supporting ideas 
and a concluding sentence about either a funny, scary, embarrassing or a 
memorable experience in their lives.
Session Topic Aim Duration
Intro 
Session
The writing 
course
To acquaint learners with the course 
objective, to choose the personal 
experience to write, and to pilot the 
learner’s journal
2 hours
Session 1 Prewriting 1
To identify the structure and the 
language used in a narrative 
paragraph
4 hours
Session 2 Prewriting 2
To use three strategies to plan the 
writing of a personal experience in a 
narrative paragraph
4 hours
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Source: Own elaboration.
To collect data, the researcher designed and validated four instru-
ments, namely the teacher’s (the researcher) journal, which is meant to 
keep a continuous record of the activities carried out in every lesson, 
describing what happened in class. A learner’s journal, aimed at col-
lecting information about the participant’s perceptions regarding the 
tasks/sessions; artifacts (the paragraphs), which is an effective way of 
collecting data related to the participants’ sequential work through-
out the setting of the action research. A focus group interview in Span-
ish, which is an instrument that allows the teacher/observer to check 
on students/participants’ thoughts and perceptions regarding specific 
aspects of what has been done, in this case the research implementa-
tion. These instruments were designed to gather information related 
to the participants’ production, behavior, and their perceptions about 
the methodology and strategy used to write paragraphs. In the case of 
learner’s journal, taking the participants’ age into consideration (9–10), 
the learners were given cues in every session to guide each entry with 
simple questions related to what they learned, clarity of topics and dif-
ficulties; they were also given the chance to write in this journal using 
Spanish or Englishm as per their choice.
At the end of every session, data was collected from both the teach-
er’s (the researcher) and learner’s journals. The artifacts were collected 
in the corresponding sessions and, at the end, after session 6, learners 
Session 3
Drafting & 
Revising
To write the first draft of the narrative 
paragraph following the structure 
previously established.
To self- and peer-revise the drafts 
focusing on language and structure
4 hours
Session 4
Editing & 
Publishing
To write the final version of the 
narrative paragraph based on prior 
edition.
4 hours
Session 5
Assessment 
& Feedback
To socialise the narrative paragraphs 
and to provide written peer and 
teacher’s feedback.
4 hours
Session 6
Putting it all 
together
To write another narrative paragraph 
following the process to write in less 
time. 
4 hours
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were interviewed in small groups to collect their final perception on 
the course (focus group interview).
The data analysis was carried out following the stages of the 
grounded theory method. Grounded theory refers to a method that 
builds “theoretical constructs derived from qualitative analysis of 
data” (Corbin & Strauss, 2008, p. 1). The focus of this method lies main-
ly in coding the collected data by identifying and giving name to small 
pieces or segments, defined as “text that is comprehensible by itself and 
contains one idea, episode, or piece of relevant information” (McMillan 
& Schumacher, 2010, p. 370). In the present study, this coding process 
was carried out by organizing the collected data from the instruments 
(teacher’s journal, learner’s journals, a focus group interview in Span-
ish, and artifacts), identifying segments to be analyzed and coded, 
triangulating the data to integrate codes into categories and, finally, 
interconnecting categories to determine the core category, which an-
swered the research question.
Results
In the process of coding the collected data, two categories, four subcat-
egories and one core category were developed (Figure 1). The artifacts 
(the paragraphs) served as evidence to support these categories.
Figure 1. Final categories, subcategories, and core category
Categories and 
subcategories
1. The process-genre 
approach as a way of 
enhancing learners' writing 
skills
Process-genre approach 
to write better
Learners’ awareness of 
“edition” as the bridge 
between draft and final 
version
2. Learners' strengths and 
weaknesses in writing 
well-structured narrative 
paragraphs
Learners’ realization 
of narrative paragraph 
structure
Difficulties with narrative 
paragraph structure
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Source: Own elaboration.
The process-genre approach as a way of enhancing learner’s  
writing skills
The implementation of the process-genre approach to write well-struc-
tured paragraphs provided fourth-grade EFL learners with opportuni-
ties to enhance their writing skills in the stages of the mentioned ap-
proach: prewriting (analyzing writing samples of personal narratives, 
and planning their writing), drafting, revising/editing (based on check-
lists from writing models of personal narratives), and, finally publish-
ing. This was the first time participants were exposed to such writing 
approach which, based on the collected data, proved to be an effec-
tive way of helping them foster their skills to use the written language 
(Badger & White, 2000). 
Process-genre approach to write better
Participants realized their writing skills improved throughout the im-
plementation of the process-genre approach by following a process to 
write, by following models of personal narratives and by using writing 
strategies to write their own narrative paragraphs.
Participants worked on writing their personal narrative paragraph 
following the process-genre approach, which, in the end, helped them 
raise consciousness on the need of following a process when pursuing 
good writing products (Badger & White, 2000; Tribble, 1996). Simulta-
neously, they managed to compare how they used to write and the way 
this process helped them write; for instance, they used to write their 
ideas as they came without following a specific structure. However, 
after this process they would consider organization patterns to write 
(e.g., main idea and supporting ideas) and, above all, they would revise 
and edit their writing. This perception was evidenced in Excerpt 1.
Core category
The process-genre approach 
helped most of fourth-grade 
EFL learners develop specific 
writing skills, which they used 
to plan, organize and revise 
structure in their paragraphs 
based on narratives.
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Excerpt 1. Translated from focus group interview
Interviewer: How do you think the writing process can help you write 
better?
P4: “This can help us, say, like not to write a paragraph and leave it 
untouched; we have to follow a process to make it better with good writing.”
P13: “If we follow the process step by step, we can have better results 
because we will get clear what we must write.”
This excerpt shows how participants could reflect on the benefits 
of following a process to write; in this case, the process-genre approach 
brings about positive changes in their writing performance, for this 
process gave them time and tools to plan, write, assess, revise, edit and 
evaluate their written work.
Secondly, participants became aware of the fact that there are fea-
tures and readers to be considered when writing a specific genre (Byrne, 
1993; Hyland, 2009), in this case, personal narratives. They were exposed 
to narrative features and structure in the prewriting stage of the pro-
cess-genre approach; most of them identified these features/structure 
and attempted to use them as a model in specific exercises (see Excerpt 
2) and later in their paragraphs (draft and definitive version).
Excerpt 2. Taken from Participant 3, workshop session 1
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This excerpt shows how the participant used colors to identify fea-
tures of narratives and to identify parts of the paragraph as main topic, 
ideas about the topic, and conclusion. Although not all the participants 
worked at the same level, most of them succeeded in such enterprise 
as evidenced in Excerpt 3. 
Excerpt 3. Teacher’s journal
 “[Participants] they easily identified the main features of narrative 
paragraphs. Regarding language features of personal narratives (personal 
pronoun I/we, past verbs, adjectives to express emotions and time-order 
words), they expressed it was clear and easy to identify.”
Participants, apart from learning about paragraph structure and 
narrative features, realized the importance of considering the reader 
as the measure of clarity and accuracy when writing (Hyland, 2009); in 
other words, they became aware of the reader as the social dimension 
of writing (see Excerpt 4). 
Excerpt 4. Translated from focus group interview
Interviewer: How did you find the writing course workshops? Explain
P6: “As for me, the workshops help me write good stories so that people do 
not get bored when reading them.”
Interviewer: How do you think the writing process can help you write 
better?
P1: “I think this can help me write better because when we write a 
paragraph it has to be very well-written for people to understand it; so when 
we write well and understandable, we learn that we can write better than 
we already do.”
This aspect gave participants a sense of purpose for writing well, 
for using clear language and structure and for making their narrative 
paragraph a serious and, at the same time, entertaining evidence of 
their personal experience; all these aspects carry along an ultimate 
social function instead of being a mere academic endeavor (Hyland, 
2007; Tribble, 1996).
Finally, participants used a variety of writing strategies to work 
on their personal narrative paragraphs throughout the stages of the 
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process-genre approach. Some of the mentioned strategies were col-
or-coding in the prewriting stage, used to identify and classify narrative 
features/structure. Other strategies were: brainstorming, Wh-ques-
tions” to guide brainstorming and mind mapping in the planning stage 
(prewriting); story mapping to organize their ideas into a structure 
(bridge between prewriting and drafting); peer correction based on 
writing checklist and color-coding to identify writing mistakes in the 
revising/editing stage; and finally, self-edition based on peer-assess-
ment following a writing rubric in the publishing stage.
Learners’ awareness of “edition” as the bridge between draft and 
definitive version
Strongly connected to the previous findings, participants became aware 
of the usefulness of the writing process, especially in the stage of revi-
sion/edition, which they found meaningful and enjoyable, when they 
compared their writings to good narrative models and correct them 
based on a narrative writing checklist. This validated the effectiveness 
of using comparison of standards in scaffolding writing practices by 
means of models. This stage made participants realize that a draft is 
not a definitive version and that they normally submit their written as-
signments with the characteristics of a draft instead of a final version. 
One the one hand, participants became aware of their own writ-
ing limitations related to language and the processes they follow. They 
agreed that they often made mistakes when writing and that they 
needed to pay more attention to them while writing and after doing it 
as evidenced in Excerpt 5.
Excerpt 5. Translated from focus group interview
Interviewer: Do you perceive any change in your writing after the 
writing course? (How was it before and now?)
P6: “I did not use to include punctuation and did not use to consider 
capital letters at the beginning of a new sentence or in proper nouns; 
however, this process to write helped me check what was incorrect.”
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The process-genre approach in the stage of revising/editing helped 
participants develop and enhance the skill of correcting writing, which 
requires language awareness (e.g., grammar, spelling, punctuation, and 
capitalization) in order to do it (Bolitho et al., 2003; Harmer, 2004).
On the other hand, participants agreed on the usefulness of writ-
ing correction based on a personal narrative checklist and became 
aware of the role this aspect plays within the writing process in order 
to self- and peer-correct (Harmer, 2004). To this end, they used sever-
al strategies such as color-coding to identify mistakes (see Excerpt 6), 
self/peer correction based on narrative checklist and peer-assessment 
based on a writing rubric. 
Excerpt 6. Taken from Participant 13, workshop session 4
Participants devoted a great deal of time correcting their and oth-
ers’ writings, using the strategies previously mentioned, and they ex-
pressed they enjoyed doing this. It required knowledge about the lan-
guage for which they claimed to be learning more about English. Based 
on that knowledge, it was necessary to establish criteria to correct 
writing related to grammar, spelling, punctuation, and capitalization. 
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Participants were exposed to some input in this regard at the be-
ginning of the revising/editing stage in the process-genre approach, 
and they were also asked to pay attention, when correcting, wheth-
er the paragraph structure was present and clear (i.e., topic sentence, 
supporting ideas, and concluding sentence).
All participants expressed writing correction was useful and en-
tertaining; however, some of them did not work on this aspect as thor-
oughly as others did, for they simply underlined few words more as 
a way of complying with the task. Although there was significant im-
provement from the paragraph drafts to the final versions as presented 
in Table 2, some of them looked almost the same, which means some 
participants were not as committed to the edition task and considered 
their paragraphs were already edited with the first revision. This has to 
do with the fact that learners in our Colombian context are generally 
not used to revising and editing when writing and they wait until their 
teacher tells them what and how to correct their writing.
Table 2. Tally sheet based on rubric for paragraph assessment
Number of 
paragraphs that 
meet the mentioned 
criteria
Draft version Final version
Excellent Good Poor Excellent Good Poor
Topic sentence 4 6 3 5 5 3
Supporting ideas 4 9 0 8 5 0
Concluding 
sentence
0 4 9 2 4 7
Organisation & 
cohesion
3 6 4 6 3 4
Conventions 0 2 11 2 5 6
Source: Own elaboration.
Learners’ strengths and weaknesses in writing well-structured nar-
rative paragraphs
Participants used the process-genre approach to write a 150-word nar-
rative paragraph about a personal experience. It was the first time they 
were to use such approach and the first time they were asked to write 
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a structured paragraph (topic sentence, supporting ideas, and conclud-
ing sentence). To this end, they followed the steps of the process-genre 
approach, namely, prewriting (analyzing narratives and planning their 
paragraphs), drafting, revising/editing (based on narratives checklist) 
and publishing. Three artifacts were the result of this process (i.e., 
paragraph draft, final version and extra version which was written in a 
shorter period of time), which were assessed by means of a rubric fo-
cused especially on paragraph structure, cohesion and conventions, as 
shown in Table 3. These artifacts, therefore, supported the findings re-
lated to learners’ strengths and weaknesses in writing well-structured 
narrative paragraphs by using the process-genre approach. 
Table 3. Rubric for paragraph assessment
CATEGORY 3 2 1
Topic 
Sentence
Begins the 
paragraph with 
a topic sentence 
that expresses 
the main idea 
according to the 
task requirement
Begins the 
paragraph with a 
topic sentence that 
vaguely expresses 
the main idea 
according to the 
task requirement
Does not begin the 
paragraph with a 
topic sentence
Supporting 
Ideas
Writes at least 
3 details that 
support the main 
idea coherently 
Writes details that 
vaguely support 
the main idea
Does not write 
details that 
support the main 
idea
Concluding 
Sentence
Concludes the 
paragraph with a 
sentence strongly 
connected to the 
main idea
Concludes the 
paragraph with a 
sentence vaguely 
connected to the 
main idea
Does not conclude 
the paragraph 
with a sentence 
connected to the 
main idea
Organisation 
& Cohesion
Uses order words 
such as first, 
then, after, finally 
to organise the 
writing and make it 
flow smoothly
Inconsistently uses 
order words such 
as first, then, after, 
finally to organise 
the writing
Does not use 
any order words 
to organise the 
writing and make it 
flow smoothly
Conventions
Very good 
spelling, grammar, 
punctuation and 
capitalisation
Few mistakes in 
spelling, grammar, 
punctuation and 
capitalisation
Too many 
mistakes in 
spelling, grammar, 
punctuation and 
capitalisation
Source: Own elaboration.
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This rubric was designed and validated at university by the re-
searcher for assessing the participants’ paragraphs according to the 
main requirements of paragraph structure (topic sentence, supporting 
ideas, and concluding sentence), coherence and cohesion, and correc-
tion of mistakes, along a continuum with column 3 rating as excellent 
achievement and column 1 as poor.
Learners’ realization of narrative paragraph structure
Participants became aware of the narrative paragraph structure (i.e., 
topic sentence, supporting ideas and concluding sentence), which is 
intertwined with the narrative features and cohesive devices (e.g., 
time-order words such as first, then, etc.). They worked on these aspects 
since the beginning of the implementation—more specifically in the 
prewriting stage. 
In this regard, the process-genre approach provided participants 
with opportunities to identify such paragraph structure, to understand 
how it works and to use it in exercises, which they attempted to rep-
licate in their own paragraphs. To this end, they used the previously 
mentioned strategies provided by the process-genre approach from the 
prewriting to the publishing stages, which made most of their para-
graphs look well-structured regardless of language mistakes present 
in those paragraphs. Some of these artifacts (Excerpt 7) served as evi-
dence to demonstrate the previous statement.
Excerpt 7. Artifacts: draft, final version and extra paragraph, Participant 1
P1
Researcher’s 
comments
when I went usa the day I went to usa was the best day of my 
life… first I went to miami, I feel very happy and I was so scare 
because I didnt know how talk english, but yes, that was my 
dream when I have 7 years old. 5 or 7 days later I went to orlando 
and I felt very good because I went to a lot of parts like universal, 
that was fantastic because in that park I saw a lot of funny things. 
I felt exiting because I saw the actors of the movie “Transformers” 
and at that time I like that movie a lot, but, that was not the best, 
the best was when I went to disney in orlando and I saw ¡micky 
mouse!, that was my dream at that time, because in that time, I all 
time saw the program micky mouse and also I saw minnie and all 
them. then, 5 of 8 day later, I went to new york and I saw and went 
to the famous empire state, and I learn that in the empire state was 
recorted the movie “king kong”. finally I learn a lot of things and I 
comeback to bogota.
MAIN PARAGRAPH, 
DRAFT 
Excellent structure. 
Includes a good topic 
sentence. Supporting 
ideas are connected 
to the main idea. Weak 
concluding sentence 
for it does not refer to 
the main topic. There 
are several errors 
mainly related to 
capitalisation.
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In these three paragraphs, the structure (topic sentence, support-
ing ideas, and concluding sentence) is evident, even in the draft ver-
sion. This participant has a very good command of English language, 
as commented by the researcher, in spite of the mistakes made in the 
three versions, and this fact helped the participant to succeed in writ-
ing well-structured paragraphs. In the draft and final version, the con-
cluding sentence was weak, for it did not clearly refer to the main topic 
affecting somehow text coherence, and it did not fulfill its objective 
of wrapping the topic up or summarizing it; nevertheless, it is clear 
that the participant attempted to do so, which shows awareness of the 
paragraph structure. This was the case of most of the participants who 
attempted to write their paragraphs following the mentioned struc-
ture, making them look well-structured in spite of the weaknesses 
present (e.g., grammar, spelling, punctuation, coherence). 
It is worth noting that participants had to write the extra para-
graph in 40 minutes (session 6) due to external factors related to end-
of-year school activities. For this reason, they did not get enough time 
P1
Researcher’s 
comments
When I went to U.S.A. The day I went to U.S.A was the best treat 
of my life… first I went to miami, I felt very happy and I was so 
scare because I didn't know how talk english at that time, but yes, 
that was my dream when I had 7 years old. 5 or 7 days later I went 
to Orlando and I felt very good because I went to a lot of parts like 
universal, that was fantastic because in that park I saw the actors 
of the movie "Transformers" and at that time I like that movie a lot. 
I saw a lot of funny things. But, that was not the best, the best was 
when I went to Disney in Orlando and I saw ¡Micky Mouse! that 
was my dream at that time, because in that time, I all time saw 
the program Micky Mouse and also I saw minnie and all of them. 
Then, 5 or 8 days later, I went to the famous Empire State, and I 
learn that in the Empire State was recorted the movie "King Kong". 
Finally I learn a lot of things and I comeback to Bogota.
MAIN PARAGRAPH, 
FINAL VERSION 
Excellent structure. 
Includes a good topic 
sentence. Supporting 
ideas are connected 
to the main idea. Weak 
concluding sentence 
for it does not refer 
to the main topic. 
Corrected most of 
the errors related to 
capitalisation. 
Scare Story 
The day I were alone in my house at night was the bad day of my 
life… I was in my room listen some music, and I felt that someone 
was walking, but in the last floor, so I went to the last floor and 
nothing was there but, the windows was moving, I get closer to 
the window and a hand fall down, I get scared but also curous, 
so I open the window and I discover that was a very weird thing, 
I looks like a very big spider, but I get close to that thing and also 
I touch it, but were like a rock, that thing not move. Then I went 
to my room and I sleep, but when I woke up, I was in a room with 
weird animals and I get scare but a lot; there was a door, I open 
the door and I discover that my family was doing to me a joke. We 
laught a lot of time and then we start to talk how they do the joke.
SESSION 6, EXTRA 
PARAGRAPH Excellent 
structure with a clear 
topic sentence, 
supporting ideas for 
the main idea and a 
connected concluding 
sentence. Although 
some errors related 
to the use of past 
verbs are present, 
the participant shows 
a very good use of 
language.
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to plan their paragraph, let alone to revise and edit it effectively. In this 
sense, participants’ realization of narrative paragraph structure was 
evident, for most of them managed to include the topic sentence, sup-
porting ideas, and concluding sentence connected to personal narra-
tive features such as first person, narration in past, expressing feelings 
and personal experiences, among others. This aspect reveals that the 
process-genre approach provided them with the necessary tools and 
steps to produce acceptable pieces of writing in the future.
Finally, the genre made the writing and assimilation of structure 
easier, for participants had to write about a topic they knew very well, 
that is, their own experience. The process-genre approach then provid-
ed them with tools to organize their ideas about their experience so 
that they could fit into a well-structured narrative paragraph. There-
fore, genre constitutes a cornerstone in the process of writing, more-
over in learning to write for this aspect situates the writer on the right 
path according to the reader’s characteristics and contextualizes the 
writing in accordance with the objective it wants to achieve. 
Difficulties with narrative paragraph structure
At the beginning of the implementation, some participants were hav-
ing difficulties related to parts of the paragraph. The terminology was 
perhaps ambiguous. It was after they were exposed to narrative para-
graph models that they grasped the nature of the parts of paragraph 
structure.
The main difficulty, however, had to do with some participants’ 
attitude towards continuously working on organizing and editing their 
paragraph. They had to develop ideas to further sequencing them into 
organization patterns (paragraph structure) and, simultaneously, had 
to pay attention to language aspects such as grammar, spelling, punc-
tuation, and capitalization. Since the nature of the process-genre ap-
proach lies in constantly revising one’s own writing compared to specif-
ic models in an attempt to improve it repeatedly until the final version 
is done, some of these young participants must have found this lengthy 
process as “endless” and, therefore, meaningless. They lost interest and 
decided to comply with the task submission without putting much ef-
fort in the process. This difficulty was evidenced in some of their per-
ceptions as well as some of their artifacts shown in Excerpts 8–9. 
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Excerpt 8. Translated from focus group interview
Interviewer: How did you find the writing course workshops? Explain
P4: “Some of them were a bit lengthy, but still we learned a lot.”
P11: “It was fun, but a bit lengthy.”
Interviewer: What was the most difficult for you when writing the 
paragraph? Why?
P10: “I think writing the paragraph was tough because, for example, you 
wrote something, but then you had to do something else, then you had to 
refine, then it happened that words were not enough; thus, refining and 
writing the topic sentence and ideas turned out to be very difficult.”
Excerpt 9. Artifacts: draft, final version and extra paragraph, Participant 11
P11 Researcher’s comments
Picilago 
The happiest day of my life was 
when I go to picilago. I go to the zoo 
of picilago I see fishes, chiguiros, 
cocodriles, ostrics, etc… I enter to the 
slides only I dont enter to the megaslide 
because in that moment I has 125 
cm and I nedded 130 cm. ah in that 
moment I has 9 years old, my sisters, 
my mom and my dad go to. it was 
awesome I loved.
MAIN PARAGRAPH, DRAFT 
There is a topic sentence. The few 
supporting ideas are limited to 
mentioning some aspects of the 
experience. The concluding sentence 
is very vague. The paragraph in 
general is very short and does not 
provide a deep view on the experience 
according to the task objective. There 
are very few errors.
Picilago 
The happiest day of my life was when 
I go to picilago. That day I go whit my 
family, that day was awesome. I went 
to the zoo of picilago is very big and I 
saw cocodriles, ostrics, fishes, etc. and 
I enter to the slides only I don't enter 
to the megaslide because I haved 125 
cm and I nedded 130 cm to enter to 
megaslide.
MAIN PARAGRAPH, FINAL VERSION 
There are not significant changes 
compared to the draft version. On the 
contrary, some parts at the end were 
omitted and became a setback
a scare day 
When I go to house I saw a zombie. I 
enter to my room I ran in circles and I 
saw a ear because the zombie was in 
the door later I ran to saw the window 
and was a lot of zombies later I saw 
that was a joke that do my friends that 
day I do a joke that I was a ghost and 
my friends was scares was awesome.
SESSION 6, EXTRA PARAGRAPH 
There is no clear topic sentence nor 
a concluding one. The body of the 
paragraph is limited to mentioning 
some information; the paragraph lacks 
expressiveness. There are few errors 
related to grammar and punctuation.
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These artifacts show that there was not much effort to improve, 
especially from the draft to the final version. 
Discussion
The present study aimed at identifying what happens to paragraph 
writing when the process-genre approach is used with fourth-grade 
EFL learners. Based on the previously presented results, it is evident 
that the process-genre approach helped most of these participants to 
write well-structured paragraphs, for they realised there is a process 
to write in which they can use a set of strategies to achieve the writ-
ing goal. They also realized there are genres, in this case narratives, 
with specific characteristics that must be considered when planning, 
revising, and correcting their writing; apart from this, they acknowl-
edged the importance of the audience, which gave an ultimate purpose 
to their writings. Finally, they realized there is a structure that makes 
paragraphs clearer for the reader.
First of all, participants became aware of the writing process with 
prewriting, drafting, revising/editing and publishing (Badger & White, 
2000), in which the narrative genre transversally played a significant 
role as mentor text to identify language features and structure, and as 
criteria to revise, edit and assess participants’ paragraphs. In this re-
gard, the present study validated previous studies, which showed that 
the features of a given genre provide a strong sense of direction and 
purpose to the writing throughout the stages of the writing process 
(Cuesta & Rincón, 2010), serving both as models for instruction and 
tools for assessment (Lee, 2012) and providing explanations of the way 
language works in social contexts (Setyowati & Widiati, 2014). At the 
same time, these participants became aware of the audience/reader as 
the main purpose for their writing (Hyland, 2003, 2007) and the moti-
vation to constantly correct and improve their paragraphs so that they 
were clear and interested for their peers (the audience). Previous stud-
ies also evidenced this core aspect more related to writing genres in 
which participants feel more committed to a purposeful writing with a 
sense of audience (Elshirbini, 2013; Tuyen et al., 2016; Voon Foo, 2007) 
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for whom they make efforts to communicate clear and interesting 
ideas in their writings (Dirgeyasa, 2016; Handayani & Siregar, 2013).
Secondly, participants benefited from a set of writing strategies 
throughout the stages of the process-genre approach, Students used 
these strategies to analyse narratives, plan their paragraphs, organize 
their ideas into the paragraph structure (topic sentence, supporting 
ideas, and concluding sentence), revise for identifying language and 
structure problems based on narrative samples and a narrative check-
list, correct mistakes related to language and structure based on same 
narrative tools and, subsequently, publish their final version. Corre-
spondingly, previous studies accounted for the benefits process-genre 
approach brings along related to the development and use of writing 
strategies in the course of the process to write (Badiaa, 2016; Garnica 
Olaya & Torres Burbano, 2015; Gashout, 2014; Rusinovci, 2015; Susser, 
1994; Voon Foo, 2007). Some of these strategies were collaborative writ-
ing (Fernández Dobao, 2012; Storch, 2005, 2011), planning strategies, 
organisation of ideas and peer-feedback (Bueno Hernández, 2016), var-
ied organisation patterns according to different purposes (Ahn, 2012), 
constant revision, correction and evaluation (Alodwan & Ibnian, 2014; 
Bayat, 2014) and peer-edition, in which high achiever participants pro-
moted zones of proximal development by providing linguistic scaffold-
ing to empower low achievers; consequently, this led to use thinking 
strategies such as noticing and explaining when identifying written 
mistakes (Díaz Galvis, 2010).
Finally, participants realized there is a paragraph structure that 
has a linguistic as well as a social purpose (i.e., to make a paragraph 
the clearest possible for the audience); in other words, coherent and 
cohesive (Harmer, 2004). Likewise, previous studies highlighted the 
usefulness of the writing process to help learners build well-written 
(grammatical cohesion) and well-structured paragraphs in an attempt 
to make them comprehensible for the purpose of the corresponding 
tasks (Bueno Hernández, 2016; Rodríguez Espinosa, 2014).
The main constraint of the study was related to time, for it was 
limited to effectively cover input, instruction, practice, and production 
in the six sessions of the implementation of the process-genre ap-
proach. In addition, the school schedule and unplanned end-of-year 
activities affected the pace of the implementation sessions. Finally, 
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there were some difficulties related to some participants’ attitude to-
wards the whole process, which they considered very lengthy, and the 
need for more instruction and practice on punctuation, as this was 
taken for granted it somehow affected some of the paragraphs’ cohe-
siveness and coherence.
The researcher recommends conducting studies in which the 
process-genre approach can be used in a shorter period for achieving 
specific writing goals at a paragraph or longer composition levels; for 
example, describing a picture, a person, or a place. This suggestion has 
to do with the fact that not always do learners have the possibility of 
spending a great deal of time following a process to write in such a 
detailed way. The idea is to find ways of using simple and quick writing 
strategies in every stage of the process-genre approach and see wheth-
er participants interiorise the method to use it regularly. On the other 
hand, little attention was given to punctuation in the present study, 
which, in the end, affected the paragraphs’ cohesiveness and coher-
ence. Therefore, it is recommended to analyse the key role that punc-
tuation plays in text cohesion/coherence and effective instruction and 
practice for young learners in this regard. 
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